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CTL Bookshelf
The CTL Bookshelf presents a selection of materials on aspects of teaching and learning available in the CTL Resource Room. These include titles on
personal and professional development, as well as quality and evaluation issues. University of Sydney academics are invited to visit the CTL Resource
Room and to consult with our staff on their interests.
Peter Kandlbinder, CTL Bookshelf Editor, email: synergy@itl.usyd.edu.au [mailto:synergy@itl.usyd.edu.au]
THE IDEA OF A UNIVERSITY
The Postmodern University?
Smith, A. and Webster, F. (eds) (1997) London, UK: Kogan Page.
This book is the result of a colloquium to consider the character of the university in a period of rapid change. It aims to make up for the lack of
intellectual reflection on the changes brought about by mass education, changing funding and new means of accessing and analysing knowledge.
Divided into two parts: Postmodernism versus Modernism and the University in Society, the authors in this volume do not discuss the management of
this change. Instead they help to conceptualise and understand the consequences of what is happening in the university sector. The book is polarised
around the question of whether it is useful to label universities as 'postmodern' and whether the language of postmodernism helps account for these
changes.
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EDUCATIONAL TECHNOLOGY
Teaching and Learning Materials and the Internet
Forsyth, I. (1998) 2nd edition London, UK: Kogan Page.
Ian Forsyth explains the educational and administrative considerations in offering courses delivered by the Internet. This book is not concerned about
the technical specifications of this delivery but concentrates on the learning opportunities provided by the Internet. Forsyth sees the Internet as an
evolving environment whose use needs to be based on analysis of the course need, the need of the students and attributes of the Internet. He discusses
the key elements for preparing material for delivery from organising the material to instructional design, budgeting and copyright. The book includes a
glossary of commonly used terms.
MANAGING UNIVERSITIES
Improving the Environment for Learning
Donald, J. (1997) San Francisco, CA: Jossey-Bass Publishers.
The learning environment is all the elements that make up the setting where learning takes place, both physical and social. This book of conversations
with academic leaders provides ideas on how to improve this environment. It provides immediate experiences in a cross-section of academic disciplines
responding to the demands of accountability. Donald investigates the institutional mission and priorities of four university. In each chapter of this book
academic leaders talk about their concerns and the improvements they think can be made to the learning environment. Through this Donald explains the
challenges faced by US universities, the role disciplines play, and their effects on the quality of learning. Each chapter concludes with a series of
benchmarks for effective practice.
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Taking risks in learning maths
Sue Gordon, Mathematics Learning Centre
he key to my teaching is trying to see the activity of learning from the student's perspective. It is clear that the students who come to the Mathematics
Learning Centre do not relate to mathematics as I do. Their experiences in learning mathematics were usually not similar to mine and they do not
perceive it as I do.
To view the process of teaching from a student's position I look very carefully and with some attempt at detachment at how people try to teach me. I am
regularly struck by the fact that there are methods that work and those that do not work. Allow me to illustrate with some examples from my
experiences while learning to ice-skate.
I started to learn to skate late in life, aware that I had no natural talent for the sport. Here is one approach that does not work for me. The instructor
stands in the middle of the rink and says: "Now watch closely, this is how you do a three turn. You put your left foot like this, your right foot like this
and you push onto the inner edge like that". Whoops, one moment he is skating forwards, the next moment he is skating backwards. It all happens very
quickly and I'm none the wiser after the event.
My students, for a variety of reasons, may not have been successful learners of mathematics at school and some perceive themselves to be lacking in
innate mathematical ability. So being "shown how" usually does not work for them. As one student put it: "Having someone explain maths to me is like
someone explaining a taste. It doesn't do anything for me".
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Here is something else that doesn't work for me. The instructor leans on the rail and I am standing in the middle. She says: "Now come on Sue, try that
backward crossover". I don't move. Trying not to let a note of impatience creep into her voice she says: "Now you know how to do it. You could do it if
you only had confidence in yourself. The only reason you can't do it is because you've got no confidence in yourself!". And although her voice is loud
and clear and everyone can hear her, there is another voice talking. One that only I can hear because it is in my head. That voice says to me: "Don't think
about doing this, Sue, you'll break your ankle if not your neck! Don't even contemplate trying it".
Guess which voice I listen to?
Some of my students have been told by a parent, a teacher or a friend that they could do mathematics if only they had confidence in themselves. That
may well be true but it is of no use to them.
What does work?
The instructor holds me so that I am securely supported I can't fall. I am supported so that my weight and posture are correctly aligned and the instructor
guides me through, explaining the purpose of each step on the way but letting me experience it even if it's not quite right. After he has been through it
with me, I can practice with a friend. She is no better a skater than myself but we can support each other and together we succeed. Eventually, I
understand what I'm trying to do the whole movement and also how each bit of the process fits in. When I know that I can do it, rather than someone
else telling me that I can well, then I can do it. Why, its easy! and discoveries spontaneously. However, the guidance must be given from where the
student is; not from our perspectives but from theirs. This means that my teaching involves a lot more listening than talking.
What lessons have I learnt?
There are three principles derived from this experience that I find useful to guide my teaching in the Mathematics Learning Centre.
Firstly we must create a supportive environment where it is safe to take risks. Students may not rise to the challenge of learning mathematics if they feel
threatened and highly anxious. This involves more than just the lecturer encouraging discussion and questions. One has to ensure that students are
supportive too. Students who are accustomed to scoring points off each other in mathematics classes have to be gently re-educated. For example, one
older student explained that she had given up participating or asking questions in her mainstream tutorials because she perceived that the other students
were hostile to this. "It doesn't seem to be the done thing" she explained.
Secondly, guidance is important. Mathematics has been around for a long time and many brilliant people of diverse cultures have contributed and do
contribute to its growth. One cannot expect students to make these leaps
Thirdly, personal engagement or activity is essential for the student to construct her learning. Mathematics cannot be learned by watching someone else
do it any more than ice-skating can.
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Very, very occasionally I execute a movement in my skating which is perfect. When that happens I do not need anyone to tell me: "Yes, that is right,
that's good. I know it is. I can feel that I'm so perfectly balanced that its almost like gliding weightless, a wonderful sensation. And that is what I want
for my students that every now and again, just occasionally, they will experience some of the power and elegance that is mathematics.
Sue Gordon teaches in the Mathematics Learning Centre and among her challenges is helping second year psychology students gain confidence
and competence in statistics.
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Scholarship and Teaching:
The 1998 HERDSA Visiting Scholar
Christine Asmar, Centre for Teaching and Learning
n 27 May this University was the venue for a well-attended interactive talk by Dr Thomas Angelo of the University of Miami, at one of our regular
Vice-Chancellor's Forums on Teaching. Dr Angelo was in Australia as Visiting Scholar for the Higher Education Research and Development Society
of Australasia (HERDSA), and spoke on the topic of Making Real the Scholarship of Teaching: Ideas on conducting, supporting and assessing
Classroom Research.
Accustomed as academics are to the notion that time given to teaching is necessarily time taken away from research, the very notion that research can
take place in the classroom can be a novel proposition. The Vice-Chancellor's introduction noted the pressures on university teachers to demonstrate
teaching quality. He urged teachers to move away from "passive post-hoc evaluations, resented by students, at the end of the year" and to focus instead
on continuously improving their teaching in the classroom.
Dr Angelo first noted Boyer's view (1990) that teaching would never be taken seriously in the research-dominated environment of traditional
universities unless it was scholarly. Dr Angelo, who has written on this subject with Patricia Cross (1993), aims to encourage teachers to regard their
teaching as an object of intellectual inquiry, and to utilise the findings from such inquiry in practical ways that improve their teaching.
Dr Angelo used a wide range of materials and activities in order to stimulate participants' active interaction:
A Demographic Assumptions quiz which highlighted the fact that students approach their learning with many prior assumptions;
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The implications of a video clip where Harvard graduates disclosed their ignorance of basic science: 'Much of what we teach students in higher
education does not even touch their prior learning';
A case where a hardworking student determined to drop a course - and what this suggested about the reasons behind such a student's decision;
Emphasis on the crucial importance of working out our goals as teachers.
Participants were also led to consider how a systematic approach to Classroom Research would involve the formulating of hypotheses for investigation,
searching the literature, collecting further information in the classroom, developing research questions, and so moving towards a deeper understanding
of the teaching and learning issues involved.
References
Angelo, Thomas A. and Cross, K. Patricia (1993). Classroom Assessment Techniques: A Handbook for College Teachers. 2nd ed. San Francisco:
Jossey-Bass Publishers. (Available from the CTL)
Boyer, Ernest (1990). Scholarship Reconsidered: Priorities of the Professoriate. Princeton, NJ: Carnegie Foundation for the Advancement of Teaching.
Dr Christine Asmar is a Lecturer in the Centre for Teaching and Learning (CTL). For a copy of Dr Angelo's handouts, contact her by email:
C.Asmar@ctl.usyd.edu.au [mailto:C.Asmar@ctl.usyd.edu.au] or fax: 9351 4331
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Sharpening the edges of Professionalism
Michael Field, Department of Medicine
upporting students as they develop personal confidence and increasingly professional behaviour over the course of the medical program is a
rewarding task. It is also one which involves a great responsibility, since students seek role models in the clinical teachers under whose supervision
they work.
It has long been a tenet of vocational courses such as Medicine, that students will acquire the appropriate professional behaviour patterns during a
period of `apprenticeship' served during attachment to the various sites of practice in which they are placed in the latter part of their course. Clinician-
teachers are aware that they act as role-models whenever they have students under their care, and in general this serves students and the system well.
There are, however, aspects of professionalism which may not be adequately served by this model. Certainly it may not be obvious to students how to
reproduce an atmosphere of trust with a patient, or an effective manner of communicating with colleagues, simply by observation of an experienced
clinician at work. Furthermore, there may not be appropriate opportunities to witness many interactions and activities in relation to ethical behaviour,
professional development, and areas of the law, which students will eventually need to master.
It is for these reasons that modern professional programs need to incorporate more explicit units of teaching and learning in these areas. Our new
graduate medical program includes `Personal and Professional Development' as one of its four overarching themes, to be addressed specifically at all
stages of the curriculum. Under this broad umbrella many of the above issues can be dealt with, both in advance of direct clinical involvement, and in
context during the hospital and community based segments. Importantly, we have included an emphasis on the methods and skills involved in lifelong
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continued learning, which will be of increasing importance in an era of rapid developments in knowledge and practice.
Arising from this issue, a new emphasis on the acquisition of the habit of self-directed learning is needed by our students in all our courses. A long
tradition of handing out detailed course materials, and examining fine details of the content of lectures, must give way to encouraging a more active, and
more adult, approach to student learning. While commonplace in the latter years of broad-based programs in Arts or Science, this philosophy has been
largely ignored in many vocational courses. Yet it provides experience in the crucial skill of solving problems through asking questions and seeking
information, all of which will be needed in the practice environment of the future.
By its nature the curriculum of the Graduate Medical Program draws together the related strands of learning from a wide range of relevant disciplines,
from basic science to practical therapeutics and professional practice, demanding integrative thinking from students and teachers alike. In this context,
perhaps it will be appropriate for any future recognition of good teaching to be based not on a teacher's lecturing skill or classroom demonstrations, but
on his or her ability to inspire students to do their own learning.
Associate Professor Michael Field is Associate Dean (Curriculum Development) in the Faculty of Medicine and has been closely involved in the
introduction of the new GMP curriculum.
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General Tips to Lecturing
Helen C. Beh, Department of Psychology
nfortunately, when academics are appointed, they have usually had a lot of training in research and very little in teaching, yet they are assumed to be
competent in both areas. There are few self-help teaching manuals available and most academics do not have the time for training programs in
tertiary teaching. In these notes, I have listed some hints for lecturers which I would have found useful when I started my career as a University teacher.
Don't be too serious.
The more alert we are when we learn, the more likely we are to remember something. One thing which really causes a high level of cerebral excitation
is laughter. There is no need to make your lecture like a comedy turn but, equally, don't believe that a totally serious approach is the best way to go. It
isn't. It just bores the students and makes them think you are very dull.
Involve the class by asking questions and making them think. Get your class involved by throwing questions back to the class...there is no reason why
you should do all the work. Encourage them to see the relationship between things and give them positive feedback when they do. Don't give students
the opportunity to sit there and be passive note-takers, make them active participants in the lecture.
Relate material to them.
Just about everything you will ever want to lecture about can be related to the life of the students. So do it. Show
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how the subject you are talking about is relevant to them and why they should know about it.
Review your material in class whenever possible.
Try to have in-class reviews by either having a short quiz in the last few minutes of a lecture where the students
respond to four or five questions displayed on a transparency or slide. Alternatively, insert quick-quiz type
questions into the lecture itself.
Try to keep in touch with the class as you lecture.
Are the students understanding what you are saying? Are they finding it too easy? Do they need a better example than the one you have given? You
really do need to get a "feel" for how your class is responding and modify what you are doing based on this feed-back. A really first-class lecturer is
sensitive to the class all the time and bases the whole lecture delivery his/her reading of student response. The same lecture content may be delivered in
two quite different ways to two classes depending on the way each class responds to the material.
Don't engage in long verbal interactions with one student during the lecture.
By all means allow students to ask questions during the class, but limit these to questions of fact which may be
answered fairly quickly. If a student wants something more than a clarification of a point, encourage him/her to
see you after the lecture. You have probably been in a lecture where one smart alec in the class engages the
lecturer in a long philosophical discussion. Such tedium. Long discussions are for tutorial classes or seminars,
not lectures.
(This article is an edited extract from CTL Occasional Paper 4)
Associate Professor Helen Beh teaches in psychology and has a primary interest in human performance.
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Self-reflection for improved dental practice
Deborah Cockrell, Faculty of Dentistry
ost patients consider dentists to have the technical skills which allow the painless treatment of dental maladies but often fail to consider that behind
every skilled technician there is a knowledgeable health care provider. Your Dental Surgeon needs to know about you, your attitudes to treatment and
how your general health may affect any aspect of the treatment. Add to this the many dental materials which may suitable in any situation, how
administered medication may affect you, how public health issues may influence dental disease, and how to run a small business and you have a
professional who needs to be an effective communicator, realistic problem solver and a capable manager.
In line with the Faculty of Medicine and other Health Science courses in the western world, dentistry is currently undergoing a period of total
curriculum reform with the planned commencement of the Graduate Dental Program (GDP) in the year 2001. The new curriculum will emphasise
enquiry- and problem-based learning strategies, use IT to enhance learning and focus on the integration of clinical disciplines in the provision of total
patient care.
All students of dentistry obtain essential experience from actual clinical encounters and in the GDP, clinical teaching will commence in Year 1 of the
course. If the GDP is to promote self-directed learning, enquiry, reflection and problem-solving, then the assessment of students must be in alignment
with these goals.
In the context of clinical education, we expect our students to follow a process of enquiry, problem solving, reflection and the attribution of meaning.
The assessment of these skills should therefore be primarily undertaken by the person who has had the experience, namely the student. Self-assessment
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can also be supplemented by peers who may have had a similar experience in the past and who have learned from this encounter.
Patients may contribute to the assessment process by commenting on their perceptions of the care provided and supervising staff may facilitate learning
from the assessment process, by encouraging reflection and helping the student to identify learning and self-improvement strategies. In order that
students can monitor their own maturity, independence and competency, they should document their learning from each encounter and thus compile an
experiential journal of individual design, a process well documented in clinical teaching literature.
My period of Fellowship at the CTL has allowed me to review this assessment strategy and consider its use in clinical dental education. In conjunction
with other assessment methods, my aim is to introduce a method of clinical assessment that is valid, reliable, practical for all aspects of clinical dental
education, efficient and motivates our students towards autonomy.
Dr Debbie Cockrell teachers oral surgery in the Faculty of Denistry and was a Fellow in the Centre for Teaching and Learning.
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Neither Leaching Nor Tearning
Giovanni Carsaniga, Department of Italian
n Synergy of March 1998 a number of articles put forward the view that the onus for improving learning lies on the teachers; that, given good teaching
good learning will follow; and that the former is measurable or assessable from the latter. Yet `Teaching and Learning' still appear separately in the
name of the Centre, not a single portmanteau word like `Leaching' or `Tearning'; and that encourages me to reaffirm the old belief that, whatever their
level of synergy, integration or co-ordination, which we all agree should be as high as possible, teaching and learning are, and should be, independent
concepts and activities, and separate responsibilities. Indeed, if they were not distinct there would be no need to integrate them.
In recent years various Governments have sought to provide a rationale for their financial cuts by foisting upon education a crudely deterministic
market-place ideology. Many educators, according to the principle `if you can't beat them, join them', seem to have accommodated to this ideology. My
intention is not to criticise persons whose teaching practices may well be much better and successful than mine, but to refute a widespread
rationalisation of our work, dangerously warped by economic-rationalistic pressures. The student-centred notion that learning consists in reaching the
highest point of intellectual development of which one is capable at any given time has been replaced by a rat-race towards objectively measurable final
outcomes. Free intellectual co-operation has succumbed to goal-directed competition.
The time we once had to study and reflect is now frittered away in applications for grants, promotions and Excellence in Teaching Awards requiring
more paperwork and documentation than tax returns; and then in research profiles, ever-changing administrative procedures, surveys, E-Mail, surfing
through 98.7% Internet rubbish to find the 1.3% which might be useful, network crashes, orientation days, induction days, prolonged fights with
management to bring our incomes in line with those of other specialised workers like plumbers and electricians (better not mention wharfies!).
Instead of complex and satisfying intellectual and educational goals we now have monodimensional benchmarks. Universities are reduced to a hybrid of
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factory and supermarket, and students to curious amphibian creatures, at the same time produce and consumers. Some of us entertain the hope that new
technologies will enhance tertiary education in the future, as if new technologies worked miraculously by themselves (remember the pipe dreams about
language laboratories in the `sixties?); and our virtual classrooms will not need painting, new carpets or repairs to the projectors, as if they did not need
far more expensive training, telecommunication links, service providers, network wardens and technicians, software development and periodical
hardware upgrades.
Teachers bear the onus of teaching, but learners bear that of learning, and their respective onuses, like all moral duties, are not transferable. To me as a
teacher, good teaching is an ethical ideal, like speaking the truth, being honest, caring for others etc., which I should strive towards regardless of
whether it has any tangible results even if I hope it will. In my learning career bad teaching often inspired me to probe the causes of my dissatisfaction,
seek out the answers I was not given and resolve to teach better than that. This is not a plea for bad teaching but simply experiential evidence that
defective teaching inputs do not necessarily determine defective learning outcomes. It is equally demonstrably true that not all the students of our
Excellence in Teaching Award winners are excellent.
Failure to learn may depend on any of a number of factors totally outside teacher control. In fact the notion that if only we were able to improve our
teaching improved learning would automatically follow, just as putting prime steak in the grinder results in premium quality mince, reduces students to
teacher fodder, to Skinnerian pigeons in a behaviouristic cage. That's one of the least student-centred approaches to education I can think of, and
therefore fails to convince me as an argument in favour of good teaching. To say that we should `consider ways of improving student learning' or even
`empower students' is just as condescending as to assume that students minds should be moulded by our wisdom. `Should students change or should
we?' is not a meaningful alternative: we both must.
Culture is a continuum like the globe and there is no such thing as student culture, high/low culture, or culture with adjectives. Its boundaries are no less
real because they are imaginary lines, but they are there to be crossed, and we as teachers should most certainly not patrol them defensively but
encourage others to explore new grounds, move from deserts to oasis, sail the high seas and not wallow in shallow ponds. We should not be afraid to
say that some of the territories occupied by today's young people are distressingly barren. I agree that meaningful and responsible interactions with them
should be based on a realistic evaluation of their ideas and attitudes. But is it realistic to assume that, merely because they have been bombarded since
childhood with exploitative and manipulative visual trash, they have become `sophisticated readers of visual images' when they may have become no
better than couch potatoes? The real question is not whether the proportion of sub-literate tertiary students today is the same as forty years ago, but
whether it is tolerable at all in universities. Reading and writing may not be natural practices for most human beings, but they certainly should have
become second nature to people wishing to profit from tertiary education. Swimming is not a `natural' practice either but you'd better be able to do it if
you wish to play water polo.
If we accept supinely all the shortcomings of our society and the self-serving dictates of short-sighted politicians as if they were the only foundations on
which we can build, we risk building on sand.
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Professor Giovanni Carsaniga is the Director of the Frederick May Foundation for Italian Studies and a Fellow of the Australian Academy of the
Humanities
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IIssue 8, July 1998
What do we mean by flexible learning?
Peter Kandlbinder, Centre for Teaching and Learning
t is widely recognised that there is no one best way to teach. Instead of prescribing a universal approach to teaching, the CTL recognises that there are
a number of guiding principles to good teaching. Rather than focusing on absolutes, good teaching generally takes into account the unique combination
of students, teaching context and the discipline that lecturers confront in their classes. The Academic Board has endorsed this principle in defining good
teaching as providing the conditions for high quality student learning.
Flexible learning has received wide spread appeal for similar reasons. Instead of attempting to provide a universal definition of what it means to be
flexible, flexible learning consists of a number of common elements. Students with diverse needs can choose the location, time, pace and progression of
their study. Lecturers facilitate this through choosing entry standards, content, learning strategies, resources, technology and assessment procedures.
Like the Academic Board definition of good teaching, these elements revolve around the core principles of building a learning environment which best
serves the students' needs.
To realise flexible learning we are asked to think beyond our immediate classroom. Many of the structures used to support flexible learning
acknowledge that though the teachers set the tasks, the learning goes on elsewhere, away from the supervision and help of tutors or the direct influence
of the institution. This also acknowledges that the responsibility for learning rests with the students and draws on independent learning concepts
developed in distance education.
The key to flexible learning is to find the best fit to the situation. The danger comes when pedagogic change automatically corresponds to a single
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preconceived technological solution. Changes within society and the economic conditions faced by the University provide the climate for academic staff
to look at their teaching practices. It is the unique combination of appropriate technologies rather than the application of any particular technology that
determines whether the principles of flexible learning are being applied.
Flexible learning opportunities have become possible because of changes in the workplace, in higher education and in technology. Learning is enhanced
by the flexible structure of providing the learner with the resources they need, when they need it. Perhaps the greatest challenge for lecturers interested
in flexible learning is to devise an overall curricular structure which provides students with the maximum of choice while doing so in the context of the
requirements of university accreditation.
Peter Kandlbinder is a Lecturer in the Centre for Teaching and Learning.
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WIssue 8, July 1998
Times have now indeed changed
Ros Pesman, Chair, Academic Board
hen in adolescence my Catholic friends fervently prayed that they might not receive the call to become a nun, I prayed equally desperately that God
would spare me another female fate, that of teacher. This is hardly an appropriate confession for someone who has taught in this University for nigh
on thirty years and who now, as Chair of the Academic Board, is nominally responsible for the promotion of good teaching in the University. I should
immediately add to my story that when I joined the University staff in the late 1960s, an interest in or an aptitude for teaching were not essential criteria
for success in academic life, and - or as a consequence - teaching was the female fate in universities. I was told as a young woman academic with a
newly minted overseas Ph.D that my strength and my contribution would of course be in teaching and, in particular, in nurturing neophytes in the large
first year classes.
Looking back, I have no reason to regret my fate, the more so since unlike many other women of my time and place, that fate was not entirely
determined and I eventually also had the opportunity to develop a research career. Teaching has been for me, for most of the time, a source of pleasure,
intellectual stimulation and learning and never more so than in the exchange of seminars and tutorials when the room buzzes with group energy and
curiosity. I am lucky too in that most of my teaching life took place in the good old pre-Dawkins days when money flowed, classes were small and
choice was wide and open for both teachers and students, when my own department, History, boasted a staff of over fifty and a curriculum of Baroque
splendor. This was also an innocent age that had not yet heard of quality control or market forces. It was also an era when bad teaching was for the most
part unnoticed or ignored.
Times have now indeed changed. The first major goal in the current University Strategic Plan declares that the University will maintain and enhance its
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position as an outstanding provider of high quality teaching, a Centre For Teaching and Learning operates on the campus and Faculties and the
Academic Board sponsor awards for excellent teachers. But public perception does not necessarily agree that the University of Sydney values teaching
above all else, and certainly not above research. Graduate exit polls do not cover us with glory and the authors of the Good University Guide have yet to
be persuaded. Within the University, claims that good teaching enhances a case for promotion and bad teaching diminishes it are often greeted with
ribald cynicism.
The West report has made a plea- or issued a command - for Universities to abandon promotion systems which value research above all else. While I
would not want to be associated with most of the West report, there is a striking resemblance between some of the words in its Foreword and the
preamble to our revised promotion policy and processes, where it is stated that the University will recognise and reward all the contributions that it
requires for its well-being and reputation. The new promotion documents do place a stronger emphasis on and give greater weight to teaching and to
postgraduate research supervision.
In giving proper weight to excellent teaching in the promotion processes, the Board believes that a case for outstanding teaching, like that for research,
must be based on performance and recognition in the public arena and on peer review, on conference papers, publications, invitations to teach outside
this University, as well as on the responses of students, colleagues and outside assessors. An excellent teacher is not only someone whose lectures are
greeted with acclamation and who scores well in student evaluation but also a teacher who reflects upon the practice of teaching and learning, who
participates and contributes to debates and to the development of pedagogy in their discipline.
The Academic Board takes its responsibilities for teaching seriously in other ways. The Teaching and Learning Committee, chaired by that legendary
champion of teaching, Professor Ann Sefton, develops policy on good teaching and learning and monitors practice across the University. It has recently
prepared extensive guidelines for the documentation and assessment of a case for excellence in teaching which will be utilised in the processes for
promotion and for the Excellence in Teaching Awards. A review of all assessment processes is the most important item on its agenda for the latter part
of this year. A number of the Board's Committees have been involved in the development of policy in the area of flexible learning, and the Board has
just established a working party to draw up a series of option papers on the future of learning in the University. The choices depend on the wider
question of what kind of university we wish to be.
Whatever kind of university we become, an uncontested and uncontestable aim is that of being an institution of outstanding learning. And while new
technologies will play an important part in achieving that aim, they will not and cannot replace the encounter of an inspirational teacher and an
enthralled student or even the reverse. Alison Winkworth in the Faculty of Health Sciences, who was awarded one of the 1997 University Excellence in
Teaching Awards, characterised some of the qualities of an inspirational teacher - generosity of spirit, a strong sense of personal ethics, a willingness to
listen, to accept feedback, to empower students and to create a learning environment of mutual respect. Our future university must be a place of learning
that encourages and cherishes such teachers.
Professor Ros Pesman is Chair of the University's Academic Board
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